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ABSTRACT

This article 4nalyzcs the interaction between sex role and "pupil roile"
in the early chiidiood education setting. It postulates that teachers and
schools have a4 deaonrtrated investment in socializing children to a passivé,
doctie, and dependent role, begina.ng at the preschool level. This role,
valied "pupil role,” corresponds closely to the traditional female sex

. roiv and is inconygruent with the standard malc sex role. Thus, boys
experience conrlict and stress in school while girls accommodate to the
pussive learming style associated with pupil ~ole. The long-ranyge inmplica-
tivns ot these dJdifferential interactions drc discussed along with suggestions
troa rescarch and theory about the benefits of active over passive lecarning
strategles. Finally, recommendations are offered for teacher trainiag and

t
. 3

schooi reform.
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* SEX ROLE AND PUPIL ROLE IN EARLY CHILLIOOD EDUCATION -

Society's increasing concern with sexism has persuaded educators
to examine the school's potential for fostering sexist vaiues in children.

‘he 1ssues which nave attracted the greatest scrutiny have been the sexist

_cortent of ciildren's boeas (e.y., Saario, Jacklin, and Tittle, 1973),

sex typlny of school-related qctivities and objects (¢.g., Kagan, 1964b;
Paicy, 1973), and stereatyped sex-role expectations of teachers (e.g.,
Fesnbach, 1969) ~

OurAposition is that the school is neither more nor less sexist than
most other American institutions. The school does, however, serve a
nLque runction in sex-role socialization through its implicit indoctrination
or cnxgdven to "pupil role" ¢ad through explicit suppor. of the larger
soClety's stereolyped sex-role expectations. l¢ is the special nature
of pupil role and its resulting‘interaction with sex role which has important
Wik ditrerential ‘.olications for boys and girls and which should be of
mdJOr coneern to educators. '

Accordingiy, tihis paper has three ohjectives: to discuss the origins
OF papiloroie and 1ts relationship to sex role in early childhood settings
Yroa nursery school through second grade); to indicite the problems this

Jateraction presents tor poth boys and girls; and to otffer recommendations

cot teacner training and school reform.

P TV T IOR L Sl ahaivied elsewhore (el prophy o Good,
Sl v T Lee oo, 9T L dowever, these previous treuat-
T NI T o L LTSI Gl 1 Three bnportant respects. First,
S e rocnsed specitically on the interaction between pupll role and
ST Toae L cariy childiood settings.  Second, with the ex.eption ot

vee SBT3, none has attemnpted to analyze the etiology and specific nature
vE pupilorcle as anoanstitutioral phenomenon. Third, none has described,

{
and documented a viable and valid alternative to pupil role.
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during the early years, young'children assume a variety of roles as
4 way or adjusting to the complexities of human society and its institutions.
in the.family, the child usually plays aultiple roles; for example, son
or daughter, little brother, oldergsister, etc. Upon pntering school,
however, children are typically fficed with a new set of roles, which,
whether at the nursery or second grade level, are peculiar to the school
ds a lastitution. Children are expected to be pupils for the first time
In their lives. The ideual pupil is often viewed as a conforming, dependent,
doclie, and unobtrusive child. The assumption is that this behavio:r profile
1s tae most conducive for leazrning. This view of pupil role secems to be
derived from fhc nature of teaching as a profession and of schooling as
an institution.

in comparison with ofher professionais, such as physicians and
iawyers, teachers receive only brief academic preparation for their jobs.
Moreover, the period of student teachirg is probably too short and comes
.00 late in training, when one considers the responsibilities students are
expected to assume once they take their first real teaching assignments.
Ratl (i972b; has referred to the first year gf teaching as the "survival
stage' of teacher development, and Fuller (1969 has fcund that brginning
teacners nave anxieties about their own adequacy as teachers which often
cead to migidity and an ovesinsistence upon maintaininyg classroom controi.
Nitnoancreasing naturity, some teachers shift focus from their own nertoTrnance
as teachers to the children's performance as learners; but, many teachers

continue to piace a high premium on effectie classroom managemnent und

DGe06




prefer those students who are easy to control. This pfcoccupution with
contr:! is found in teachers in nursery schéol as weil as those in carly
elementary classrooms. .

tarly éducational settings, whether day care centers or public schonls,
are ;r-ouabiy the mos:t crowded iastitutions in Amcrvican urban culture (sce
Jacason, 1968, p. 8). Whoic neighborhoods of children are crowded into
buridings for three to eight hours A day. These great numbers of oniy
partially sorlali:ied vounysters create enormous problems of crowd control.
in view of .hese rcaiities of schooling, pupil role had tc be invented as
40 aiternative to chaos in the hallways, the cafeterias, and the bathrooms,
«$ weli as in the classrooms.

Most states have statutes requiring universal, compulsory schooling
storting with xindergarten. This means that public schools do not seiect
taeir clientele, nor do the students voluntarily choose to go to school.
uhe vad easily see why the school would place such emphasis on controlling

tne ochvier of 1ts involuntary clientele and why it invokas pupil role

as tac proper role for stulents.

Fron kindergarten on, most schools have an age-graded system. This
meaiis Inal teachers have to move their students through a carcfully schediled
WQUCRCe DT curricuia so that tney are prepared for the next grade. As a

fUsoat, tiere s great pressure on students to move through the school year

divoanorderiy and predictable fashion. Those who have approximated idea!
[ =
pupia-iole status are the ones wost likeiy to be on schedule, exactly
mirrvotne teacher wants them to be.  Witn the recent introduction of
Avadeinic anstruction in many preschcol settings, there is often che sane
vencern wita Yeurriculum” appearing in nursery school classrooms. In preschools -
) -
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serving lower socio-cconomic populations ‘preacadenic' programs frequently
require the child's accommodation ty pupil rofe. For cgrtuiﬁ pcfiods of
the ddy,.hc 1s expected to sit in place, receive direct instruction, and
AASwer guestions just as if he were in first or second grade (e.g., Bereiter
and tngeinan, f9oo). In schools serving rore cconomigally privileged
populations, dumission to prestigious private elementary schools is often
ddased upon an evaluation or che child's performance in nursery schoo!.
Such evaluations usually rely heavily upon the child's 'potential' for
dssuminy acceptable pupil-role status. ‘ ,

Some readers might argue that the early childhood settings described
abuve are not representative of the typical setting for young children,
ivast or all of nursery schools. Little research has been conducited on _
ties question, but the rew studies which have been done indicate that
teachers begin sovielizing children to the pupil role as early as nursery
BRIV 'Jaékson and woirson (1968), ror example, found that the average
wrsery school child receives almest three conscraints per hour from his
tedcaer. ‘a a schooi consisting of 97 children, six teachers, and :en
assistant teachers, they counted approximately 3,500 constraints every
worning: 25 percent of these were imposed by the teachers. The observations "
{OUK piace in a university laboratory school generally regarded as ~n out-
stundany exdiple of yood nursery school pra:tice. In another study, LaBelle
and Rast 973, found even more iastuances of control in their suamp'ec ot 20
RUrsery sccool teachers. Yhese teachers averaged 35 centrol cpisodcs Jduring
4 ds-ininute observational period.  Forty-nine percent of these controlling
responses were for the specific purpose of socializing children to the

realities of efticient classroom management, while anothe.r 32 percent
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coastituted assertions of "personal controi' by the teacher. LaBelle and

Rust commented that a number of these personal assertions were closely
related to irstitutional objectives, thus indicating further pressure oa
the children to adopt pupil role, to be passive and manageable., Only 19
p;rcent of the controls were designed to introduce children t~ the cultural
values of the larger society. [t would seem, then, that pupil role is a

rcality of schooling which begins in nursery school and usually becomes

an accepted part or the child's experience by first and second grade.
Sex Role

Just as pupil role is a creation of 3chools and teachers, Qex role
is 4 creation of the larger culture. Sex role consists of a set of éultural
prescriptions which are delivered to the child by the significant figures
in ais or her life. Parents, peers, and television characters use a variety
ot techniques (including modeling, recinforcement, expectations, and direct
teaching) to draw the child's attention to the essential parameters of his
or her "appropriate' sex role. As the child incorporates early lessons in
sex-role idertity, he increasingly views sex role as a central component of
self-concept and begins to nore actively select and assimilate characteristics
whicn are congruent w:th his emerging sex-role ideatity. There is no nced
to revicw the complexities of sex-role acquisition here, as the, have been
adequateiy presented elsewhere (e.g., Muccoby, 1966). A few selected points,
Auweve r, saoudd be coansidered:

i. Botn adults and peers socialize children to their culturally
dssigned sex-role identity.  Socialization by adults begins during tie first
year of lure (e.g., Goldberg and Lewis, 1969), while peer effect influence 1is
dpparent among three-year-olds (Fagot and Patterson, 1969).

.
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2. Most gbys and girls are aware of their gendgr by their
third birthday (Gesell, et ali., 1940, p. 228); and, whether aware of it or
not, behave, according to society's sex-rgle expectations, in predictably
different ways by three years of age (Fagot and Patterson, 1969).
. 3. Although there are some exceptions, both boys and girls fend
to adopt society's prescribed scx roles (see Le: .ind Gropper, 1974}, The
male sex role generally incorporates characteristics such as doﬁinance,\
aygressiveness, pﬁysical assertiveness, and large m&scle mobility, as well
as distinct preferences for certain objects, games, and activities. The
female sex role, on the other hand, emphasizes dcpendence, passivity,
neatness, pnliteness, affiliative skills, and small motor dexterity, as well

as toys and activities which allow for expression of these characteristics

(see Kagan, 1964a; Sutton-Smith and Savasta, 1972; Ross and Ross, 1972).

Sex Role and Pupil Role

An examination of the characteristics of sex role and pupil role
indjcates that there is a strong correspondence between pupil role and
the femaje sex role. Second, the exact opposite holds for the relétionship
petween pupil role and the male sex role. One would expect, then, that
ooys wouid have a more difficult time adjusting to school than girls. Available
cvidence seeins to bear this out, even at the early childhood levels. One
hationwice study, for example, found that girls h;ve much higher promotion
fates from rirst to second grade than bovs. Of the 402 schools surveyed,
75.0 pervent reported higher rates for yirls, 23.6 percent reporte. no
dirtference, and only 3.2 percent had higher .ates for boys (AASA, 1938,
Another study, conducted in Marviand, found that girls are referred to

extra-classroom sp2cialists much less frequently than bov: are, especiall
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repoiadngs’

G first grade where the refe

-

vral ratio is threec boys to every pirl (Bewmtzen, -

49uqy1".A ‘ecent survey of the Boston s;hool system dlsLovered that boys
A;OH\sltusud 02 percent of ;hxldren in' classes for the ncntally retarded,

and that they probably accounted for approximately 70 percent of the "false
positives' assigned to these classes. The same survey found that, in the
tave to seven year age range, 33 percent more boys than girls are "excluded"
L ron schdoi fask Force, 1970, pp. 38-40 and 82).

Moreover, first grade boys receive more criticism from tecachers than
first yrade giris Jo, while the two sexes réceive about the same amount of
praise (drophy and Good, 1970). At the preschool lcve;, however, Biber,
Mitler, and Dyer (1972) found that girls received more positive reiﬁ? cement
than boys did.  Another preschool study observed that boys were sigrificantly
sore disruptive than girls and that boys received three times as many " loud
' from their teachers as girl: did (Serbin, 0'Leary, Kent, and
wontek, 1973, MeNeil (1964) and Davis and Slobodian (1967) found that
first yJrade chiidren were apparently aware of these differences i1n treatment,
since they perceived boys as receiving more negative comments from teachers
than giris received. Finally, Gregersen and Travers (1968) asked firs; and
second graders to draw pictures of their teachers. As might be expected, two
viut or tihiree boys produced drawings expressing negative feelings toward
tavir teadliers, while the epposite ratio held for girls,

DAC itgint attribute these difrerences in school adjustrment to the
Foeatove sociat and physiologival imnaturity of boys as contrasted with
SEPes. ror exkanpie, dentien (1906 estimates that at the time of entry
chito tirst prade girls are approximately one year shcad of boys in seneral
Maturity. fet boys and girls are officially expected to meet approrimately

the sume standards of performunce. This marked difference in maturity
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duuhticss}yfuccounfs tor a sizeable porﬁTon of ihc total variance between
boys/aﬁa girls in initial scg;;i ;éjustment; but we are still,left with the
7$(?1kxng 1ncongruity between sex role and pupil role for boys and the
cfiually marked congruity between the roles for young gifis. M6reovcr, sex-
roie ditferences between boys and girls‘are not a function of maturity, but
of cultural indoctrination. Boys, at whatever level of matur}iy, scen to
have difficulty in coordinating the conflicting demands of sex role and pupil
roie. inis conrlict leads to demonstrable stress, startinyg at the carliest
scaool levels, |

[t may seem, then, v 't schooliny is a benign experience for youﬁh
siris. Un the contrary, howevet, the close match between sex and pupil
ro.cs tor the typical young girl carries its own problems which may be
more pernicious than the problems cxpcriencqﬂﬁby,boys, There are three
studies which shed light on the young girl's status in school, one concerned
with teacher 2xpectations, and two with teacher behaviors.

Levitin and Chananie (1§72) fourd tnat 40 first and second grade tcachers
perceived boys as being "typically" more aggressive than girls, and pirts
45 veing more dependent. Morcover, the same teachers significantly approved
ot acnlevemeat and dependent behaviors over aggressive behaviors, regardiess
vi sex of ¢hiid, indicating their pupil-role expettations. The teachers
iiaed dependent girls more than aguressive girls, but did not like dependent
D0Yys mwre than aggressive boys.

vw0 Otier studies indicate that these expectations are rofiected in the
teacaer's pehavior with children, even at the preschool level, Fath and
vatterson (1769, empiricaily identified a rcpertoire o. "sex-:o0'e behaviors”

amony 36 nursery school children. They then observed four rursery schonol
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teaciers and found that they reincorced only femalc-typed brhaviors in bxrls
(97 nergext\.,nd almosl aiways fomale-typed behaviors in buys (86 percent).

ihe effect of zhisrtfpetit:ous consistent re¢inforcement schedule was that

boys u;opted ﬁro;s'séx-typcd behaviors almost twice as f{pquently as giris did,

- [

although for ooih sexes the proportion of cross sex-typed behavior was
smaal (13;5 and 7.6 percent, resbectively). Serbin, et al. (1973), essentially
corrobofated and extended these results'by finding that nursery school teachers
were nighly reinforcing of various depeadent behaviors in both boys and
girls. One-inCeresting différence was that teachers attended more to
physically proximal yirls than to girls in distant parts of the classroom,
wherecas boys received the same amount of attention regardless of their distance
froam the teacher. This latter tindinyg would scem to 1indicat«. that teachers
toster greater dependency in gicls than in boys. Moreover, boys werc found
to be about three times as “disruptivé” as girls and received about nine
tiunes as many teacher reprimands as girls for their disruptiveness. If onc
were to view disrupt.ve behaviors as assertions of autonomy, then boys wcre
obviously receéiving more teacher attention (i.e., reinforcement) for autonomy
than girls were. Most teachers, however, probably do not realize that their
reprimands are serving to feiﬁforce precisely those behaviors thcy'woqlJ
prefer to eiiminate,

These studies indicate that nursery school teachers both expect and
reintorce appropriate pupil-role behaviors in children, irrespective ot
Sek, aithough their reintorcement procedures appedr to be more successtul
with giris than with boys. Teachers apparently have ditferent sex-role
erpectations tor poys and girls,‘and are, in fact, faced wifh r;al difrerences

1N the sex-typed benavior of boys and girls. The typical teacher's expecta-

Doo1y
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tions tor pupil role interact with her! expectations about sex role so that °

v‘\"' .
she is derensively sensitized to marked discrepancies between the two anﬂ

A

tranquilized by ipter-role correspondence. Thus, the poor fit between
pupil roie and sex role for boys leads to ongoing stress and confiict in
the educational setting. Girls, on the other hand, are victimized by the
ciose fit between pupil role and their sex role. They are, in a sense,
locked into cumulatively reinforcing cycles of passivity, dociiity, an&
dependence and many eventually come to accept passivity as the proper stance
fbg learning. While schooling may be a more benign experience for girls
over the short run, boys usually resist full indoctrination to passive

modes of learning. The long term implications of the typical girl's
relatively easy accommodation to pupil role are probably counterindicative

of her ever becoming a fully active learner.

Learninyg ‘as an Active Process

vhe avove analysis is based upon the assumption that habits of active
d L
icdriting are preferable to the habits of passive learning associated with
!

Dupdll role. Most educators would be willing to make this assumption despite

tie probabiiity that they seldom allow it to influence their practice. There
A Two Feasois Tor this:  teachers cormonly believe that children must be

SGY ekiltgedDae betore thiey are teachabie and they tend to equate the conditions

A TiVe LeaTh i withe perinessiveness or disorder.  we do not question the

- - B VU

VD S teachiors asad as o subgocts 1n these Chree studies were tenaae,

LU .
rhetner or hot tae preponderance ot feaales anony carly childhood teachers
Lo aghalicdnt tactur in the sex-role ccology of the school is a matter
of Congjecture Lee, 19735, lHowever, since 98 percent of teachers at grades
tirec and below are tewaie, these saimplies would scem to be representative
viotne sex distribution i the population of early childhood teachers

WNEA Reszarch Division, 1971, 1972,
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value of a reasonabic degree of classroom control, nor do we view ourselves
as adyocates or "permissive" approaches to edgbatiqn or childrearing. liowever,
LT uight be useful to recall the writings of Ugwey and Montessori. These
educutor;, although misunderstood by many of their contemporaries, could
nard.v be judged as radical by current standards. Over 70 years ago, in
als fwaous essay "The Child and the carriculum, " Dewey reminded us that
“subject-matter never can be got into the child from without. Learning 1is
uctive. [t involves reaching out of the mind. It involves organic assimila-
tion starting from within (1956, p. 9)." Thirty years ago, Montessori wrote.
about tac interaction of learning and activity in young children:
snen amental development is under discussion, there are

many who say, "How does movement come into it? We are talking

about the mind." And when we think of intellectual activity, we

diways imagine people sitting still, motionless. But mental

deveiopment must be connected with movement and be dependent

on it. It is vital that educational theory and practice should

become informed by this idea (1967, pp. 141-142).

vore recently, Piaget and his associates ha gain reminded educators
of the essential importance of active cognition to effective learning.
According to Piaget the huwnan {ntcllgct operates actively upon reality in
order to construct and incorporate a symbulic model of the world. In young
cniidren such mental operations are mapped upon perceptual-motor manipulations
ol obyects, which, in turn, are external manitestations of the very same
Acitas adtions tiey scrve to Jevelop (Piaget and Inhelder, 1971). Dewey,
Montedsory, and Yiaget would therefore seem to ayree that the youny child's
(eariiig sholid be a mubiie, proactive engagement of reality and that enforced

passivilty would intertere with eftfective and meaningful learning.

Jhere have been a number of studies on the relationship between activity

and young chiidren's learning of simple paired-associate rasks. The basic

00015
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Tinding of this line ot inquiry is that children lcufn better when they
actively manipulate objects than when they are allowed no manipulation or _
arc restricted to observing manipulation by another person (e.g., a peer
or a teacher). Moreover, when kindergarten-age children are given clearly

tated instructions on how to learn paired-associate tasks, they appafently

17

idve no advantage over subjects who are not given instructions. That fs,
experinental tfcatmcnts which encourage subjects to approximate pupil role
are less effective than those which allow for more active modes of learning
(Woltf and Levin, 1972; Wolff, Levin, and Lonygobardi, 1974).

[t would scem that the kind of active learning proposed corresponds
rairly well with the degree of mobility and object manipulation found in
wOst prescnool settihgs, that it 1s probably somewhat less evident in
klndergarten, and that it rapidly disappéars in first and second grade-
ciassrooms. Thus as the typical child moves through the early childhood
chlurprise he begins as an active learner, is gradually socialized to
pupli roic, and completes early schooling as a passive, less efficient
icarner than he was at the outset. The available researchlis quite clear
in indicating that this trend is an observable reality, but that the trend
runs counter to the best intforwation we have on how children ‘learn. There

o> sumethilng perverse about the way these two vodies of evidence have failed

to Lntertace, particulyerlys wien one recogni:es that the kind of actuvity
A
A

duvocated by cducational philosupherss and eptstesiologists and operationalized
Fescaivaers cain hardly be cquated with classroom chhos. Nevertheless, it

Ly coilion practice to soclalize children 1n school to'pussivc modes of learning.

feaciiers are apparently unwiiling to risk the benefits of active learning

because of its presumed associdation with loss of classroom control,

00016
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Recommendations for LEducational Policy

Teachers' professional behavior is a function of their training, their

woraing conditionsy and their individual sensibilities. The last would scem
to be beyond policy recommendations, but we do have recommendations regard-

ing teaciher training and working conditions as they relate to the issues

discussed 1n this paper.

Teacher Training

There is a basic body of knowledge which ought to be included at both
the pre-service and in-service levels as a systematic and integral part of
teacﬂcf'training. First, teacher trainees should be given general anthro-
poloyical information about the school as an institution: To be fully
cffective, any pfof;ssional, whether ‘he be a tax accountant or a teacher{
must Rnow the folkways of the systém within which he works. It is nof
enough that a tax accountant, for example, be able to compute deductions
and fiil in tax forms; to be truly professional, he must understand the
tax codce and know how to manipulate the subtle realities of taxation to
WOTK fur,.rathcr than against, his client. Similarly, a professional teacher
must know more than methods, materials, and content; she must kno@ the code
or system of the school so she can use it to the beﬁcfit of her clients.
veneral treatments of the school us an institution can be found in Jachson
(i908;, Stiberman (1971;, und Sarason (1971). There has been very little
dntnropoiogicai work on the early childhood setting per se, but one might
want to beyin with Snure (1963), Margoiin (1974}, and King (1373).

in particular, teacher trainees should receive systematic instruction

about the functioninyg of pupil role and sex role, how these roles interact,

0oovtL?
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Wid Bow taesce interactions icad to detrimentsl consequences for girls and
boys.  Trauinees should also be exposed to pedagogical theory and rescarch

-

whichi xompare active Jnd passave modes ot learning, and should be able to
recognize the uplications of these studies for sceing children as learners
ratier than pupils. ‘
Finully, teacher trainees shouid faailiarize thcmscivcs vith the
: principles ot behavioral analysis and techniques of behavior change, to
avold the coiwon pittfall of fostering precisely those behaviors they wish
to discourage. On this last point, we are aware fhat there are potential
\ dangers in the wiisapplication of behavioral techniqqcs, and we are not
recoinicnding that teachers indiscriminately use systcﬁatic reinforcement
with wny and all ¢hildren (sece kat:,il9725). But thcrc.are poténtiul risks
in Ji1UWKn5 neople to Secomc écuchcrs of young children when they are un-

dware ot buth the reasons for much ot what they do 4n the classroom and the

dusSaDLie Culistguences. fcuchcrs shquld Know about the folkways of tﬂe’school,
woval The redaities of sex role and pupil rele, and about the contingencies
Vi ledi Dedavior; aind colleges of cducation should assume responsibility
Tur epdrting tais basic Ahoaledge.

sCyvlid tiae coatent ot teacher tralhing, there is the matter of training
fomiat. ot wourd seea daperative that the formal presentation of knowledge
st reconnended oeoaccompanied by group discussions or seadnars.  Such
oochal s Condd Lo vehivae tor tratnees' analysis of their own roles as
avloas v potentiae teadaers and o thelr puave an the overall workings ot
TOC SVhivod as i 1astitution,

one aten tor dndlysis would be the teacher's dual role of custodian and

cducator.  in her custodial role she views the child as a pupil, a consumer

o TRNTR I\
ERIC
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vi achovl-based experience.  but when the teacher educates she engages the

cibnd as a learner. A scecond item for analysis would be the teacher's apparent

doiiiance n the clussroom, a myth which dissolves rather quickly und-r

carctul scrutiny.

El

Fcaéhérs, for exnmplé, are usddl}y tagticians who
capdeient the strategies of curricnlum experts. Morcover, the tcaciher's
SCaavar 13 orten iaricenced bv the bohavior of children and this is
particuiarly true whieve there is one adult (the teacher) who is working
Wit 20U to 25 cinildren (see Yarrow, waxler, and Scot;,11971). A final and
related agenda iten wowdd be a teacher's analysis of her own modeling value
L)
tor ciasidren. It 1s enlightening to observe children "playing peachcr“;-
Wil dav0 CRIDJATTASS LR, Appurcnﬁly, a teacher's most obvious:bchaviors are
aanagerial and Jdisciplinary in nature. Thus, it would be advisable for a
teaciier to reconstruct hcrs;lf‘as a model of active lcarﬁing. This WOuldv
PUL der in more active control of her own classroom experience, enhance
ner appeal to chtldren, and attach value and prestige to active modes of
lewrning.  unless a teacher is helped to develop a pedagogical strategy which
iy firidy grounded in oan awareness of inspitutionaf foikways and the contin-
' AU Us U haaan behavior, she will continue to expend primary cncrgies in

The aiidgenent of minor crises, rather than in the creation of educational

v

'\.‘.‘,i/(.‘ Jaehile s,
3

T

aCnuol Reform

ceoare Lot prepared Toosugdest sweeping proposals tfor school refori.

HiCe sugaestions dare usadliy tutiie.  Also, much of what yoes on in school
£ aninteided, but s related to the nature of the institution. For this

reanon tie sost profound criticism of the school usually evokes the institution's

o 00019
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pst obtuse response.  Thus, our reccancndations for school reform are
modest and specific.

Yiwe school should attenpt to previde teachers with at least the
rudiients ot a professional support system. This means that teachers should

LAVe daceess to o Cevisows input. Such suppert would be especially

(o]

LApOTLANT tO new teacher: wio, feering constrained to establish their owvn

professional adequacy, are paiticularly prone to impose inflexible . :rsions
of pupii role on their students. The purpose of supervisory support would

be to irove new teachers through the "survival stage' as expeditiously as

possibic. Soime lunovative school systems have teacher resource centers and
4 cadre of roving supervisory personnel. It wouid be desirable to have all

schoois provide the same support to their teachers. Some attempt should also

-

be made To reduce the isviation of tgachers through the provision of time
aid space ror group discussion of common institutional and professional

Provicws see Sardason, (971, pp. 105-108). These discussions would probably

i

pe o facititated by representatives of resource centers or by educaticnal

. |
directors, who could keep the sessions goal directed and task oriented, as

AVaL us pUOVLde constructive feedbacn. The point of these two recommendations

.

so Tuada) teachers achiceve consclous and purposerul control over their

e oo prhavior and tu prowote continalty between traininyg and professional

3

PRI NS G e o UL Conil v adaaVea oty 1l the scihol SUppul ts thage
P T cilon Uy tu tialos cate aet tradidng 1nto application.  we can sateily
Croent Dl e Tl ad e s o wai b To wpen, rather than dlose, capeciential

vplions Lo their chaddren, i oinly they anew how. Theretore, we have placed
MAEQUEATOST CRpIAs TS 0l ge iy Tedchers to anow what they ave doing and why
they oot This 1s the essence of professionalism and may well be the best

nope or eradicating those aspects of pupil role which are wost detrimental to

abi yuung cadldren. GH029




,ffm;: | ‘ﬁlﬁwruwum; o
SUMMAKY

Schoels for youny children do not nlay o disproportionate role in
soclaiizing thew to sexist expectations or stereotypic values. Most
otner childnood institutions are at least as responsible as schools are for
such socialization. What makes scheols unique is that they consticute the
vouny ¢hild's first contact with formal, group-based learning. Inkordcr to
Mandge large numbers of involuntary, partially socialized children, cach
with his ownr set of individual differences, schools have invented a cultural
ventcle, which we have defined as pupil role. Examination of the few studies

uvailabie indicate that pupil role is in effect at the earliest levels of ™

schooiiny, inciuding nursery school.

Pupii role places first priority on passivity as the proper stance for
schnool-bused learning.. As such, it ignorés theory and research which holds
that learning is faciiitated by activity ana inhibited by passivity. Pupil
roic corresponds very pooriy with the male sex rble, thus makiﬁg for ongoing
stress and conflict between young boys and their sch&olsl Ironically enough,
young ;1rls are victimized by pupil role for precisely the opposite reason.
e ¢lose correspondence between pupil role and the female sex role seduces
MOST yirls anto becoming well-benaved students and passive learners. The
shurt-to-uediun-range implications or these role interactions are probably
aore danaging for boys.  Girls, however. probably suffer more over the long
reiouue to the reiatively dysfunctional modes of learninyg they adopt. It
Wouid scea that both sexes would benefit from considerable iocosening of the

constraints imposed by pupil role.

00021
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